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In-Depth Investigation of Responses to MBST 2

An In-Depth investigation of One School District’'s Responses to an
Externaity-Mandated, High-Stakes Testing Program in Minnesota

Externally-mandated, high-stakes tests affect all aspects of schoaling. But, atthough all aspects of the system
are affected, most empirical research has concentrated on the impact of these testing programs at the
classroom-, teacher-, or student-level (Schleisman, 1998). What research has not dene, however, is examine
the structural responses of schools to an externally-mandated, high-stakes testing prograrn (at least not in any
depth). By structural responses, | mean school-level policies and practices, such as changes in course
offerings, changes in school-day or schaol-year organization, or changes in access to remedial help. which
might include additional schooling opportunities such as afler school programs, Saturday schoo!, or summer
school programs.

Thus, at the level of school policies and practices, the literature is lacking. Although educators have
acknowledged that changes to school policies and practices occur as a result of externally-mandated, high-
stakes testing programs, an in-depth examination of what specifically these changes are has not been
conducted. This study investigated one schoot district’s changes in policies and practices (at the school-level
and district-level) as a result of the implementation of an extemally-mandated, high-stakes testing program in
the state of Minnesota.

The State Context

In 1993, the Minnesota staie legislaturs passed a law requiring the State Board of Education and the
Department of Children, Families, and Leaming (DCFL) to develop a results-oriented Graduation Rule. One
component of the Graduation Rule focuses on basic standards, which define the minimum competency in
reading, mathematics, and writing that a student must possess before graduafing fram a Minnesota public high
school. [Note that the writing assessment will not be considered here, because the writing assessment is not
administered as part of the MBST and it was initially implemented just last year.] The basic standards are
measured by the administration of the Minnesota Basic Standards Test (MBST). The MBST is a minimum
competency, high-stakes test. Students are administered the MBST beginning in 8" grade, and ali students
must pass the MBST before they can graduate.

The rhetoric around the adoption of this statewide testing program is that no chiid will “slip through the cracks.”
No lenger will students be able to eam a high school diploma simply by attending classes for four years, and
without being able to read, write, and calculate basic math problems. Proponents of this extemally-mandated,
high-stakes testing program in Minnescta claim that the Graduation Rule will insure that every student will
graduate with a minimum competency of knowledge in three core areas (reading, math, writing).

For children who have trouble passing the MBST, policymakers claim that “local districts offer a variety of
services to students who do not pass the tests” (http://www . educ.state.mn.us). Using test scores, educators
will make changes in order for sfudents to achieve success. Policymakers purport that “the resuits of these
tests can help school districts make decisions about what and how they teach” (hitp://www.educ.state.mn.us).

Part of the legisiation for the Graduation Rule states that the results of the MBST be published, which adds an
accountability component to the Graduation Rule. Subd. 3 of Statute 121.1113 states that “the commissioner
shall report test data publicly and to stakeholders” (hitp://www.educ.state.mn.us). According to information
provided on the DCFL website, the testing results are used in the following ways:

They measure the success of schools and districts in improving student achievement over time.
They generate information for school improvement and accountability.

They allow for identification of programmirg and strategiss that v

They allow for comparison of schools and districts in Minnescta.
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In-Depth Investigation of Responses to MBST 3

Because Minnesota schools are now more accountable to the public, they must find ways for students to
succeed. The premise of the accountability movement is that if you hold people accountable, they will change
their practices and poiicies in order to improve outcomes. Before discussing the specifics of this study,
however, | will provide some background information regarding extemaliy-mandated, high-stakes tests and
educational accountability policies.

Background

Testing is sacrosanct in American education, at least for policymakers. “The caveats and reservations of many
psychometricians have not been able to reduce the importance of the role assigned to testing by legislators
and state board members...” (Madaus, 1985b, p. 611). The American public and policymakers see “...testing
as an objective, scientific, and technological totem” (Madaus, 1985b, p. 615), and they do not question the use
of testing “as an administrative mechanism to implement policy” {Madaus, 1985a, p. 5; see aiso Airasian, 1987;
Madaus, 1985bh).

The role of testing programs has changed, however, since the late 1960s. No longer are testing programs
used! only for classroom-level diagnosis or even district-wide informational purposes; rather, standardized tests
are increasingly being used in state or national policy “for lobLying within the sphere of policy making, rather
than within the sphere of pedagogical practice” (Madaus, 1985b, p. 614). Madaus (1985b) states that “early
tests were designed not to ceriify individuals or to make comparisons among school districts but to predict and
select within local districts and schools, to identify individual learming needs, to group youngsters, and to
compare local performance with national norms” {p. 612). Starting as early as the late 1960s, however, testing
began to be used for a variety of policy-criented purposes (Airasian & Madaus, 1983; Baker, 1989; Cibulka,
1990; Madaus, 1985b; McDonnell, 1994a; Rothman, 1995), such as: “assessing educational equity; proviiing
evidence on school and program effectiveness; allocating compensatory funds to school districts; evaluating
teacher effectiveness; accrediting school districts; classifying students for remediation; and certifying
successful completion of high school or a given grade of elementary school” (Airasian & Madaus, 1983, p. 103;
see also Rothman, 1995). [For a more detailed analysis of the historical reasons for why this shift in
assessment policy occurred, see Madaus (1985b), Madaus =nd Kellaghan (1992), Perrone (1979), Rethman
(1996), ar Resnick (1980).]

Note that this shift in the way tests are used has also resulted in a shift over who controis the testing program.
Although many scheols may still have internal testing programs (i.e., testing programs that are mandated by
the school principal or the district superintendent), just as many schools are also subject to externally-
mandated testing programs. Madaus (1988) defines external testing programs as testing programs that are
controlled by and/or mandated by cutside authorties, such as state legistatures or state departments of
education. Ancther common feature of externally-mandated testing programs is that important decisions are
made based on the results of these tests, making these tests “high-stakes™ (Woolfolk, 1993; see also Cohen &
Spillane, 1992; Corbett & Wilson, 1891). Note that “a test can be considered high stakes if the results of the
test have perceived or real consequences for students, staff, or schoois” (Langenfeid, Thurlow, & Scott, 1997,
p. 1; see also Corbett & Wilson, 1991; Madaus, 1988; Madaus & Kellaghan, 1992). For exampile, test scores
are used to track students into ability groups; to determine whether a child is ready to start school; to decide
who should be promoted or retained in a grade or can graduate from high school; and to compare the quality of
educaticn in the U.S. versus another country or the quality of education among states or school districts
(Darling-Hammond, 1891, 1995; Madaus & Puilin, 1991; National Commission on Testing and Pubiic Policy,
1990; Neili & Medina, 1989; Nelson, Carson, & Palonsky, 1996; Woolifolk, 1993).

The Accountability Function of Externally-Mandated, High-Stakes Testing Programs

McDonnell (1994a) argues that these externally-mandated, high-stakes testing programs serve an
accountability (or regulatory) function. Throughout the 1980s and 1990s, the public voiced concem over
accountability issues (i.e., the public wanted to know whether they were getting their money’s worth from public
education and that certain standards were being upheld). In order to meet these public demands for
accountability, policymakers looked to standardized tests as one way to implement accountability policies.

n
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The accountability function of assessment policy includes using tests (1) to demonstrate that students have
attained an agreed-upon leve! of knowledge or mastered a set of standards (e.g., certification tests); or (2) to
hold schools, teachers, and administrators accountabile to the public for student performance on the test.
Accountability is defined as “the systematic collection, analysis and use of information to hold schools,
educators and otners responsible for student performance” (Education Commission of the States, 1998, p. v;
see also Bernauer & Cress, 1997). The underlying assumptions of the accountability function are as follows:

Schools should be heid accountable to the public, and rewards and sanctions are a mechanism for
ensuring greater accountability. improved student achievement is a critical component of accountability.
Assessments can measure achievement consistent with public expectations, provide a guide for how
teaching should change, and serve as the basis for distributing rewards and sanctions. Material incentives
will motivate educators to change their teaching to be consistent with the assessment. Greater
accountability will lead to changed teaching and, hence, to improved student achievement. (McDonnel,
1994a, p. 412)

Thus, the reliance on the accountability function of assessment policy stems in part from the belief of many
policymakers and proponents of high-stakes testing that rewards, sanclions, or some type of conseguence are
necessary to stimulate action or motivation on the part of students, teachers, administrators, or schools
(McLaughlin, 1991). In terms of students, for example, Madaus (1991; see also 1985b) states that “fear of a
iow score on a certification test is intended to motivate a target population of lazy, recalcitrant, or atherwise
unmotivated students to work hard” (p. 228).

In terms of schools, the organizationai theorist Mintzberg (1983, as cited in Corbett & Wilson, 1991) ciaims that
organizations often turn to an outcome-oriented framework to stimulate action or change within the
organization. Externally-mandated testing programs have been instituted o “generate school reform activity at
the local level. By halding local educators accountable for clearly defined student outcomes, the expressed
hope is that school district operations will change and become associated with ever-improving student
learning” (Corbett & Wilson, 1991, p. 1). In essence, policymakers want instruction to improve at the local
level, but they have no direct way of influencing what happens in the classroom. Thus, one way that
policymakers and other stakeholders influence the educational system is by adopting extemaity-mandated,
high-stakes testing programs that are coupled with rewards or sanctions (iHaertel, 1989; Madaus, 1985b;
Madaus & Kellaghan, 1992).

Translating the Premise of the Accountability Movement Into a Theory of Action

QOne can translate the “premise of the accountability movement” into a model of what people (policymakers, the
general public, and so forth) believe will happen when an extemally-mandated, high-stakes testing policy is
adopted. In the evaiuation literature, these types of models have been cailed the program'’s (or policy’s, in this
case) theory of action (Patton, 1987; Weiss, 1997).

A theory of action may be implicit (assumed) or explicit (specifically stated). This theory of action identifies a
sequence of events and the anticipated effect. Patton (1997) defines a theory of action as “the full chain of
objectives that links inputs to activities, activities to immediate outputs, immediate outputs to intermediate
cutcomes, and intermediate outcomes to ultimate goals” {p. 218); that is, it is "a means-ends hierarchical chain
of objectives” (p. 163). The theory of action specifies the series of assumptions that underie a program or
policy in terms of the causal mechanisms that explain how a policy is intended tc work. Every step of the
theory of action provides an opportunity for evaluation, However, before specifying a theory of action for this
study, | will present some of the assumptions commoniy held for educational accountability systems—
specifically, assessment-based educational accountability systems.

. Background on assessment-based educational accountability systems. Policymakers and propenents of
testing programs use a number of interrelated arguments for instituting assessment policies; these arguments
form the basis for developing the theary of action. The following statement by Lieberman (1991; see also Linn,

~
W)




In-Depth Investigation of Responses to MBST 5

1993) touches on several of these reasons (note that although Lieberman is addressing the propcsal of a
national test put forth in the early 1990s, similar arguments are used by states whan instituting externally-
mandated, high-stakes assessment policies):

Underlving the proposal for nationat testing are the assumptions that uniform tests will improve the
education system as a whole, that instruction will necessarily improve as a resuft, and that teachers and
students will benefit. The tests are supposed to measure the most important outcomes of schooling—
those for which the education system should be held accountable—while providing direction and
motivation for teachers and students. They will become the standard by which the public can measure
success or failure. (p. 219)

By dissecting the above quote, one can see that testing policy is being advocated as a source of motivation for
te=chers amd students, as an accountabilfity mechanism to the public, as a way to determine desirable
outcomes of schooling, as a way to demonstrate that students have attained an agreed upon level of
knowledge or mastered a set of standards, and so forth. Note that a particular educational accountability
system may serve one or several of the purposes listed above (Claycomb, Kysilko, & Roach, 1897); however,
‘in a standards-based accountability system, the most obvious purpose is fo monitor, evaluate and publicly
report the progress of sfudents, schools and districts toward achievement of content standards and other
established goais® (Education Commission of the States, 1998, p. 10, italics in ariginal).

By imposing some consequernce in connection with test results, the theory is that attenticn to the externally
mandated standards will increase, ineffective practices will be identified and rectified, and student achievement
witl increase {Stecher, Barron, Kaganoff, & Goodwin, 1998; see also Rothman, 1995). The testis seen as the
impetus for change, and schoois can (and must, because of the accountability component) accept the
challenge to use the test as an impetus for change in order to improve learning (and outcomes). The hope is
that the likelihood of good practices occurming for students will increase and the likelihcod of hammiful practices
for students will decrease.

Some examples. Stecher & Barron (1999) propose a model (or theory of action) of a test-based state
accountability system. In their model, the state testing policy, which includes a testing program component
and a standards component, is hypothesized to impact student outcomes (i.e., their knowledge, skilis, and
attitudes), classroom practices (such as student grouping, instruction techniques, and curricular decisions),
and school policies (such as selection of cumiculum, professional development). They explain that:

Schoels provide the educational services that help students achieve the desired goals. School
administrators set ocal poficies and teachers implement specific classrcom practices to promote student
achievement. As a resulf of their classroom experiences, students acquire knowledge, master skills and
develop attitudes toward learning. These student outcomes are compared to the standards [set by the
state testing policy—in Minnesota's case, minimum competency in math and reading] to detemrmine
whether scheols have been successful. Information about scheol performance is reported to the schools
and to the general public. Schools enact dianges based on these repoits W mpluve e sevives they
provide and enhance student outcomes. (no pages given)

Chapman (November 10, 1998, personai discussion) outlined another theory of action that could be associated
with the high-stakes testing, accountability movement. In his theory, the ultimate goal is improved student
pesformance, and policyrmakers e uliter Sidkehutios) etere tial aduPiy et SATEH Y- iaTudtey, g
stakes testing policy will stimulate certain actions on the part of schools, educators, and the public. For
ayamnie tha tactinn nnliry will Jaad 30 3 rhanne in 11 what is taunbt in schnnl 12) the instrnuctinnal stratenies

used, (3) the motivation level of students and teachers, and (4) the public’s attention to educational matters.

Common features of assessment-based educational accountability theories of action. The theories of action

AsS0CiAiEa Wit UE assessSineNI-DEastu BUUCALL d dUCURIEbIny NUVEHICIN Hdve sSTveldl igalie i1l
commnn: (1) g nurmorads) or 1Hfimate analfs) (2) an interventinn: and (AY hynnthacizad maane for achisvinn

that goal (i.e., the processes and activities that are theorized to occur as a resutt of the intervention, which
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should then lead to the ultimate goal). Common goals include increasing student achievement (or some
variation on that theme, such as improving student cutcomes) and holding schools and districts accountable.
In these modeis, adopting an externally-mandated, high-stakes testing policy is seen as the “intervention” that
will stimulate people to do what is needed (i.e., the hypothesized processes and activities) to achieve the
ultimate goal(s).

The Proposed Model

As mentiocned above, one component of Minnesota’s resulis-oriented graduation rule focuses on basic
standards, which define the minimum competency in reading and mathematics that a student must possess
before graduating from a Minnesota public high school. The purpose (or uitimate) goai of the minimum
competency requirement is twofold: (1) to hoid students, schools, and districts accountable; and (2) to improve
student achievement (at least to some minimum level) in the areas of reading and math. The “intervention” is
the minimum competency testing policy [the status of goal achievement will be measured by performarnce on
the Minnesota Basic Standards Test (MBST)].

Alti.cugh there are a variety of levels at which the above model could be developed, what was of interest in this
study was the link between Minnesota’'s externally-mandated, high-stakes testing policy and improved student
achievement; that is, what would happen at the school- and district-level as a result of this policy that would
lead to the ultimate goal of improved student achievernent (as measured by test performance on the MBST)?
[Note that one could also deveiop the mode! at the state-level, the classroom-level, the student-level, and sc
forth. One could also [ook at inputs or outcomes rather than processes (i.e., activities or actions).] The list of
activities (processes) that the “intervention” is hypothesized to stimuiate was deveioped based on a review of
the literature (Claycomb, Kysitko, & Roach, 1997; College of Education and Human Development, 1996;
Education Comimission of the States, 1998; Madaus, 1985b; McDonnell, 1954b; Popham, 1987; Stecher,
Barron, Kaganoff, & Goodwin, 1998); however, because | conducted a qualitative study using a semi-
structured interview protocol (described below), the “discovery” of additional processes to add to the model is
also possibie.

Figure 1 shows the theory of action that was developed for this study, which examined the adoption and
implementation of the testing policy at the school- and district-level.

Ingert Figure 1 hare

In this model, it is hypothesized that in order to meet the ultimate goal of improved student achievement in the
areas of reading and math, the following things will happen as a result of the testing policy; that is, the adoption
and implementation of the testing policy will:

help schoois identify students who may otherwise have “slipped through the cracks”;
force schools {o offer a variety of services for students who need remedial work (i.e., they are at-risk
of not passing or have not passed the MBST);
* bring greater curricular coherence to the system; and
provide information for program/school improvement.

Study Rationale and Rasearch Question

This theory of action articulates what people expect will happen as a result 6f adopting an externally-
mandated, high-stakes testing program; however, the Summer 1998 issue of Educational Measurernent:
Issues and Practice highlights the importance and necessity of documenting what actually happens as a result
of the adoption of an externally-mandated, high-stakes testing program (e.g., Yen, 1998). The goai of carefully
documenting what happens in schools as a result of the adoption of a new testing program “is {o develop
specific concrete examples that will enhance our understanding about the ways in which tests can and do work

7
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in local contexis and about the potential slippage between what we well-meaningly intend and what we in fact
effect” (Moss, 1398, p. 11).

This study investigated the schocl-level and district-level changes in policies and practices as a resutt of the
adoption and implementation of an externally-mandated, high-stakes testing program in the state of Minnesota.
The primary research question was the following: “What are the schoollevel and district-level respanses to the
implementation of an externally-mandated, high-stakes testing program in the state of Minnesota?’ Fitting the
information obtained in the study into the theory of action proposed in Figure 1 allows us to investigate whether
the assumptions about what will occur in schools and districts are warranted.

Methodology

Although the main purpose of this study was to provide an in-depth look at one schoal district's responses to
an externally-mandated, high-stakes testing policy, this study also served as a pilot study to help determine the
most efficient means of gatheting similar information from schoois throughout the state of Minnesota (still to be
determined). Thus, the information presented in this paper comes from only one school district. An advantage
of using only one school district is that the context in which change is occurring at the school-level will be more
consistent than if | had sampled school sites from a variety of school districts.

The Site Context

The school district used for this study serves several communities and is considered a suburban school district
in the state of Minnesota. The district serves approximately 14,000 students, and has 3 high schools, 4 middie
schools, and 12 elementary schools. Note, however, that this study focused on middle schoois and high
schools only. Because the MBST-is first administered to students in 8 grade, the middle schools and high
schoois would be most likely to change in response to the MBST (at least in the first years of implementation of
this new testing policy).

The Interview Instrument and Respondent Information

in order to gain an in-depth understanding of this district's responses to the MBST, a qualitative methodology
was used. Qualitative methods provide a rich, holistic description and analysis of a phenomenon. interviews
were chosen as the data collection method because they are useful for obtaining information that cannot be
directly observed and for finding out “what is ‘in and on someone’s mind™” (Merriam, 1988, p. 72). Because |
did not vsant to limit the production of ideas from the interviewees, an open-ended, semi-structured interview
protocol was used. Patton (1987) states that “the fundamental principle of qualitative interviewing is to provide
a framework within which respondents can express their own understandings in their own terms” (p. 142).

Also, Patton (1987) states that “interviews are a source of meaning and elaboration for program observations”
(p. 109}, which is precisely the type of information necessary for this study.

The sample was purposive and included key people at both the district- and school-level. Key people were
those people who couid provide detailed information about the school-level and district-level changes taking
place as a result of the MBST. At the district level, | interviewed key peogle in the following areas: teaching
and leaming, district curriculum specialists, limited English proficiency, special education, student
services/minority populations, and research and evaluation. At the school level, | interviewed principals,
counselors, and/or teachers (this varied by site).

The focus of the study included: (1) interviewees’ perceptions of how the district or schools had changed since
the introduction of the Minnesota Basic Standards Test (MBST); (2) current and/or future responses (or
changes) made as a result of the MBST; and (3) needs at the building and/or district ievel.

Interviewees were asked about the specific responses that have occurred in their district or their schools. For
example, they were asked about changes in school-day z2nd school-year restructuring efforts (e.g., adding
after-school or summer school prograrns), changes in school organization and administrative practices (e.g.,

o
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changes in course offerings, altering of student placement policies), and remediation opportunities. For each
specific response mentioned, follow-up questions were asked in order to gain further understanding of the
response, such as (1) what remediation opportunities are offered? (2) who qualifies for thase opportunities? (3)
how are students selected for remediation opportunities? and (4) when is remediation provided (i.e., during
regular school hours, in after-school or summer school pregrams)?,

Data Analysis

This study was conducted for two different purposes. From an educational policy perspactive, it is important to
document what schools and districts are doing to improve results (as discussed above). From a district
perspective, it is important to document what is being done because of concemns over “opportunity to learn”
issues and for district or school planning purposes.

For each school or district department, the data were summarized on a variety of dimensions, which included:

s general information about a program or school;

e responses specic to the subjects areas of reading, mathematics, and writing;
« summer school, after-school, or tutoring opportunities;

» communication to parents;

» staff development;

¢ tools or assessments used; and

¢ identified needs.

Each school and district department received a copy of the matrix developed for that specific school or area;
they also received the matrices developed for all other schools and district departments. | developed a list of
general findings based on the information containeu in the matrices and comments made by interviewees. |
present a summary of the matrices and general findings in the next section.

Findings

Part of conducting a "good” qualitative study is sorling through the muititude of data obtained and organizing it
in such a way as to be useful and meaningful for your audience. Clearly, summary tables of &/l of the
responses for each school and district department were useful and meaningfut for the school district, especiaily
for “oppoertunity to leam” reporting. However, reporting the information in these same tables to an audience
more interesied in the implications of a policy for schools, districts, and their administrators would certainly be
less meaningful to that audience. Thus, | am going to combine the “results” and “interpretation” sections, in
order {o try to make the findings more meaningful.

The theory of action presented above is a useful framework within which to consider the responses of this
school district to Minnesota’s extemally-mandated, high-stakes testing policy. Fitting the information obtained
in the study into the theory of action proposed in Figure 1allews us to investigate whether the assumptions
about what will accur in schools and districts are warranted. That is, using the information obtained here, we
can analyze what actually happens in schools versus what was expected to happen, based on the theory of
action.

Testing Policy Helps Schools identify Students Having Trouble in Reading and/or Math

in general, the educators in this district felt that one of the most positive aspects ot the adoption and
implementation of Minnesata’s basic standards testing policy is that it has served to highlight the needs of
some students, who otherwise may have “siipped through the cracks.” Although some of the educators
interviewed had been concerned about these at-risk students all alon~, they attributed the increased attention
that all educators were giving to the development of skills in these students to the adoption of the basic
standards testing policy. The LEP (limited English proficiency) coordinator told how “before this test the kids

J




In-Dapth Investigation of Responses to MBST 9

could breeze through classes, get credits, and graduate with very minimal proficiency in English.” He felt that
with the adoption of the testing policy, which requires that LEP students pass the test, more attention was
being paid on helping these students increase their reading and math proficiency.

One principal commented that it has forced them to “look more at remediation than in years past.” He said
they now “look at tie skiils students must have and design courses appropriately.” A middle schoo! principal
explained how his math and reading and language arts departments use the information from the district-level
achievement test to “see where the holes are, the deficiencies and then work with those students in seventh
and eighth grade.” One of the district administrators emphasized that there has been “an increased focus on
reading and literacy in the elementary schools™ and that “many elemantary schools are adding reading
specialists to their staff.” The district curriculum specialist in reading rernarked that this policy has forced the
district to focus on the needs of certain students, as well as on the importance of reading in general for all
students.

Testing Policy Forcas Schools to Address Remediation Needs

Stecher and Barron's (1999) test-based accountability model suggests that schools will use information about
school performance on the high-stakes test to make changes that will “improve the services they provide and
enhance student outcomes” (no page given). Minnesota policymakers and the Minnesota Department of
Children, Families and Learning state that “local districts offer a variety of services to students who do not pass
the tests” (hitp://www.educ.state.mn.us) and that “the results of these tests can help school districts make
decisions about what and how they teach” (http://www.educ.state.mn.us). These ideas were incorporated into
the specific theory of action model proposed above; that is, the testing policy will force schoals to offer a variety
of services for students who need remedial work (i.e., they are at-risk of not passing or have not passed the
MBST).

Tables 1-4 show that the disirict, the high schools, and the middle schools hzive responded to the needs of
students (particularly those students who have no* passed the MBST or who are at risk of not passing the test
in 8" grade) in a variety of ways.

Insert Tables 1-4 here

Table 1 demonstrates the activity that was generaied at the high school leve! in order ta respond to the needs
of students who have not passed the reading and/or math portions of the MBST. During th. regular school
day, students can practice math skills with a teacher in ihe math resource room ot use a tutorial program
available in the computer learning center. Remedial reading and math classes have aiso been deveioped.

Table 2 provides a summary of the responses that the middle schoois have made to the MEST. A site-based
summer school offering student-specific remediation is available for students wio have been identified as
needing extra help in reading and/or math. Remedia: reading classes are offered to seventh and eighth grade
students; however, students who enroll in the remadial classes must then miss out on some other elective
class (i.e., health, social studies, keyboarding, or a foreign language, depending on the grade-levei of the
student and the individual middle schooi). Although many of the responses at the middle school level are to
support students at-rigk of failing (i.e., students identified as needing remedial opportunities), the middie
schools have increased their focus on the basic skills in reading and math for all students. For example, the
middle schoals are sponsoring book fairs several times a year, reading contests throughout the year, and so
forth.

Tables 3 and 4 show how the district math and reading curriculum departments have responded to the needs
of students and teachers in the district. The district curriculum specialists describe their roles as “resource”
people; that is, they do not dictate school and/or teacher practices, rather they offer information and support.
For example, the district math curriculum specialist worked with other educators in the district to create
readiness packages for students in grades 2-7 and remediation packages for students who have not passed
the test (see Table 3). These packages contain nractice tests, worksheets, and useful math vocabulary. Math
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resource nofebooks have also been created for teachers that include the leamer outcomes for each grade,
research-based information on best practice, supplemental worksheeis, and pretests. Table 4 shows that the
district reading curriculum specialist has worked with middie and high school teachers to develop remedial
courses (offered either during the scheol day or during summer schoal).

The data obtained in this study indicate that the schools and district have largely utilized familiar medels of
student grouping (i.e., put all the students having trouble into one class and try to remediate them), remediation
(“more of the same”), and test-preparation techniques {(drill and skilf, practice tests)—at least for the students
at-risk of not passing the MBST. Many of the ecducators in this district expressed frustration over the need for
more information about “best practices” regarding, for example, how to teach reading to older students or to
second language leamers still siruggling with reading. Several principals stated that they would like to hire
more reading specialists who could provide staff development on how best to help older readers and serond
language leamers, but they have found it very difficult {o find people qualified for these positions. Severai
people were concerned that without this information on “best practices” in reading, the remedial classes may
offer only “more of the same” approaches to remediation (which one could argue are not working, since the
students are still struggling with reading at 7, 8", and 9" grade).

The educators acknowledged, however, that the pressure {0 help students pass the test (so that they can
graduate from high school) makes it difficult to (feel that there is time to) try new, less researched techniques
(not to mention the accountability pressure of test scores decreasing within the district). Stecher and Barron
(1999) found that “given limited time and resources, schools often direct their attention more narrowly to
practices that will enhance student performance on the tests. This is one way in which the discrepancy
between broad goals and specific measures may reduce the effectiveness of a test-based accountability
systern” (no page numbers provided). The evidence in this pilot study suggests that contention; that is,
although the tables clearly demonstrate that this district has responded with a large number of actions, many
wish that these actions were coupled with more information on “best practices.”

Testing Poliicy Brings Greater Curricular Coherence to the System

In both reading and mathematics, the district has taken steps to bring greater curricular coherence to the
system. Table 3 shows that the district has adopted a new math curriculum for the middle schools and high
schools. This new curriculum “reinforces the eight strands of the MEST math portion”; thus, the district math
curricuium is not only aligned from middle schoal to high schoal, but it is also aligned with the state test. Table
4 shows that the district has adopted a new K-6 reading series that all elementary schools began using in the
fall of 1999. Although there ir ~w greater cummicular coherence in the system, one middle school principal felt
that even more should be done .. create common curricula and instructional practices within the district. This
particular principal believes that “site-based decision-making has made things too horizontal” and that 80% of
what is done should be common across schools. Others commented on the need to continue working on K-12
alignment of the curriculum.

One area in which the educators in this district feit that more discussions were needed regarding curricular
coherence was at the intersection of mainstream, LEP, and special education curriculum, particularly with
regard to remedial coursework. The mainstream perspective on remedial classes is that the LEP and special
education students would receive remediation in their special education or LEP classes and, thus, would not
need to be included in mainstream remedial classes. The special education and |.LEP perspective is that the
money and decisions are in the hands of mainstream educaiors, and yet their students do need to be included
in “mainstream” remedial classes; thus, these groups often felt left out of the discussions about remedial
opportunities.

Testing Policy Stimulates the Use of Information for Programi/School Improvement
The Minnesota Department of Children, Families and Learning states that the test resuits will be used to

“generate information for school improvement.” As one educator noted, Minnesota's testing policy does force
districts to “look at student achievemnent.” “We need to kniow that our students are achieving at a certain level;
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students need to graduata with at least those competencies measured by the test.” Thus, the testing policy
“nas clear implications for building improvement pians.” In fact, tha district's strategic plan was described as “a
tool that creates alignment between teacher plans and building plans, building plans and district plans, district
plans and state plans...to develop a strategic plan at any level, ons must specify the following components:
goal i.e., what do you want to accomplish?), indicators of goal accomplishment, and ways in which the district
can provide support.”

The Minnesota Dapartment of Children, Families and Leaming also states that the test results will “allow for
identification of programmirig and strategies that work.” However, the principals in this district recognized a
need for improved uses of data to inform decisions. They still found themselves responding to the needs
versus using data to plan interventions. They were not using data to determine which interventions were
working (or not) or which ones were working for some students and not for others. The educators expressed
the desire to use data to delermine skill areas where students are lacking so that they couid design appropriate
courses and interventions and use data to determine which interventions are working; however, tivey did not
feel that they had the knowiedge or capacity to do that (vet). Thus, although CFL claims that districts and
schoois will use the information from the tests to make changes and plan interventions, it may not be the case
that schocls are able to do that effectively. The district research, evaluation and assessment specialist in this
district is trying to help schools use data—Table & clearly shows that this school district is trying to help its
principals and teachers use data to make programming decisions at the individual student level, as well as et
the bulilding level,

insert Table 6 hiere

In sum 1ary, the types of activities and processes happening at the school- and district-level fit the types of
activities and processes that were expected, according to the theory of action model, to happen at the schook-
and district-leveis as a result of Minnesota's exteniz " )-mandated, high-stakes testing policy. However, it is
impaortant to note that anuther assumption of most accountability models is that schools and districts have the
technology, resources, and people to make necessary changes. What is avident from this study is that the
schools and district are making the changes for which they have the technology, resources, and people, but
have noted the types of changes they would like to make-—given access to different, or more, technclogy,
resources, and people.

Conclusians

Hargreaves (as cited in Wells, Hirshberg, Lipton, & Oakes, 1995) notes that studies usually have a defined unit
of analysis and tend to consider either the macro o~ micro view. Hargreaves “cails upon educational
researcherss to focus on the middie range between the ethnographic study of classrooms ond the large macro-
or societal-level research and theory” (p. 21); thus, we do need more research on the procasses at the middle
range, such as studias that focus on the school-leval, as this study did.

Studies are also needed that follow a macro policy through to its micro implementation, so that we can better
understand what happens at all levels of implementation. By carefully deiineating the theory of action at the
policy-setting fevel (i.e., the macro level) in terms of what is expected {c happen at the implementation level, it
wouid be possible to investigate what actually happens far each component of that theory of action at the
implemeniation-level. One advantage of examining both the macro and micro level in one study is that
discrepancies between these levels could be highlighted. For example, in this study, the educators at the
micro level stated a need for more reading specialists with knowledge of “best practices” as a resuit of the
macro-level siate testing policy; however, the state is currently revising the skill and knowiedge requirements
for reading licensure in the state and they are decreasing the requirements. This aiso suggests that examining
the interaction of a variety of poiicy initiatives arnd their affect on the system is important, because this could,
for example, create a tension at the implementation level between two macro-level policy initiatives.




e
juaBAcId Wy
# ] R jooyag/ureifoid

. Joj uoreuLIOjU] JO 8SM 84}
sajejnuung Aojjod Bunsay

N
R wia)sAg 8y} 0} #3UBIBYOH
Je|noliny lojeair)
Angeunosoy sBuug Aoijod Bugsel LN Koyjod Bupsay
f sayeis-ybiH
‘perepuepy
JUBLIBABIYDY R -Ajeusexg
Juepnig S,B}0S8U LI
peaoidw| R

SPaeN uonelpaway
z S$S2IPpPY 0} S|00L9S
882104 Loljod Bujyse ._L

uel to/pue Buipeay

z ul sjqnot} Buiaey
sjuapms Aiuapj sjooyas
sdjay Adiod Bunse}

Aotjod Buiysay saye)s-ybiH ‘pojepuepy-AjlBuIe)X3 S,E]0SQUUIR JO) UC[RIY 30 AloBy i 1aasT-|ooyos
| 2anBi4

1S 01 898UDdSSY JO LoNRBYseAu| deq-ul




gl
('s314 10w 10j pasu
a3 o} ed w anp sisiyy) (sassep ysiibug
23y} ul vojjeIpaLLal AR JOU ||IM pue
Atejunjon sasse]d ysijbug apeib w6 snoausbolsay ui
aJe sajjunpioddo a)isqom Pavejd aq |1 1SGW dU} P3jie} oym sjuapms
uoijeipawal |je $,33915 U0 pue sjaxyded 0s) sessep ysybuz epesd ;6 sey0

‘AuaLind 'pasayo ale jey)
saunpoddo ucyelpatual
o abejueApe aye) sjuapns
yeuy sutnbau pinoys

Pujsip ‘Aqissod g

“siseydwa Bupjum/Buipea.
sulquiod o) padN 'y

"asinod

Buol-teak e aq pinoys
(Buipesy io0j saibajeng,,
‘a|duiexs Joy ‘sjuapms
10} ssijiunpoddo Buipes.
Jelpawial oy ‘g

"$|00YIS Y} i0j NS

18)U9)
Buiweay soindwo) sy jo ey o
JoOIS 1aye a|qejleAy .

{49us) Bururea easy) 1Y b

Bujpeas pue

yie Ui sjqejieae sjeuoin] o
13yoed) v Aq pastuadns

g ‘ypasn essunod oy e
193u9) Buiwesy

Jojndwoy ayjopey o
{ooys Jaye

pue ‘Buunp ‘alopaq ojqejeay o

gey bunwesy ¢

snioj uonesedaud 159}
Uz SIS JISeq © SIPH0 BRIN0) o

Uil bLysip ul $153
@eid ey sjuapnyg e
pasn aJe sjaxded
uonEpaLal PUsI
1S9 34 4o} Bumannal
Arnue[ puads sjuapnig =
#3101 sjfixs Jiseq *
sse)d Yiew vigabpe-wug "¢

5,314 wlow Joy pasu
3Y3 pUR JUIW{OIUD MO|
0} anp pa{jadued uaag
seY 1 JNq ‘PRI Sem
SSE}) Yjew felpawal i -
sse Uiel ¢

siy} bujop

Y3 Jo Sa2is ssep Y} paseanul )i ‘snyy

'SJUBPNIS g2 SeM SSINOD JRy) 10} Juadlil||oIud

95neIIG pasapo g tbuoj ou iy

ypa1d ysybug sa1edel syuapnig

{wesbeid buipess paseq-seondwod

) wesbosy sopeay payusfeady sasp

winnawing ysybug apeib

w6 4egnSal auy ulyym uonRIpawsl S)4S

Hupeas puz Bujpeal 4o snoy Ijqelspisuo)

psfgo

sjuated ssajun 951003 siy) ul paceyd aue

sjuapnys "Arejunioa si ssepd sy ybnoyyy o
158K ay3 passed

jou 3ney oym suapms apeib 15 0 pasapQ o

Ysibu3 aprib g jo uonoes eadssug 7

Jaysowas yoes Ainp Aiosiuadns ¥ jo sapyd

‘loayds

Jawwins Joj J9sibal o)
SJ0j@SUNOD YHM 1231 S
ay} passed Jou ey oym
siopesb Q| pue w6 ¢

‘47 4ayyoue ajdwod
pue 1Sy 3y passed
},usey oum Jopesb ;2| Aue
Ylim Ja9ul SJojdsuno) 7

*3}9 'sypan
j0 # ‘smieys jre}/ssed
1S8W 494 [ooyas yo
HRJS aY} a10J3q SPI0IBL
1U3pnys 101LIsS |je
#OSUd 05 Si0@sUNo) «
47 3| jo
Adod e an@das suasey o
350y} Joj
JuIpnys Yy saaysibal

[euBLY ® SAWOY SIY| paisjjo e 10} 1IP2.3 3SINOI O * Ul SSB|D SIy} Youa) 0} PALAHC seY 13yIra) pue |qejreAr 2.2 jey)
"SJUSpMIs 81} JoJ WAy} | @%nod Yiew puw Buipeal e yjog e 95N Jo; Iyge|eAr Us1jBu3 uE 'JOAIMOY ‘U0 MO} 0F 3NP sucndo uopeIpaway “Arequnjon e
X0U9Y Jsnu 5j00Yd5 ayj jaq ‘1SEW 2y passed | aie speyded yrew puisyg U00Z-666 | Pas34jo 3q oy butob jou sey » pue §59 3yy safyunpoddo
‘sjoyped uoljeipawal yyew jou IRy oYM SJUSPR]S 0} | SGH Jayoeay v {2 paou ng) Upass ysifbug | oaedas ue) » Buissed jo a>uepoduwy | uonelpawal
sapinosd pigsip 3y 7 oy} Buissed uo pasnooy sassep |y s|Iys Grew adpeud 1591 oy passed jou aney oym siopeib ol ureidxs siojasuno) « | jje jey 930N
{00U3S JAWWNS SISYO PUIS] 7 O} dueY? © SIYQ © wl | V8 pawie 'z | -0} sapesy up pausyp o pas|dwos _
||oM se papasu sinoy (wesBoud Burpeas paseqg-1endwod Sl uLo} 47) PLUISIpY ©
ale §10[95L:N03 WO ‘5314 "1S8W 3y possed 99y Awre Fuunp woou ®) weiboig Japedy pajeIsjpady sasp « 15914 duy possed
oW pIau sjuswiedag JoU 3AeY OYM siotuas Joj BuLioyny Sy} 95N Ued SJUIPpRLg sinos Buipeas jeipoway « ' jusey oy sapeid | | Ave | O0HIS HOIH
ysijbug pue yleyy ) 3U0-UD-3UO SIdYo PUIS] "} WoOY 32IN0SAY Yjey | (Buipeay 10) saibajeng, -, Y)im 193U siojasuno) )
SO3IN SILVHIHIYW SNIV3IY IVHINIY NI WVE904d
S3LNMLEOA40 INIHOLNLI00HIS
H4V/I00HIS ¥IHKNS

¥ 10045 yBig 1 |SGi ay) 0) sesuodsay s pisig [0ouds auQ jo Arewwng

186w 0} sesuodsey 10 uoneliseAu] yideq-u)

} 9|qei




L
@ _ [

R S _ e ,
| |
| !

- *{o314 5 Jedpuud sy 59} ay) 10} Apeas __
u a1d e Mol 53 papiese ase sazud spiy 19 396 djay ued Aayy | _
—.Jeah ayy Buunp pjay sysajuod Buipeay Moy Jnoqe payey pue siapeib m
0§ JO Sjudled iim JolL S1BLEa) |
Arenuef jo _ ‘jooy3s yiew pue sye abenbuey 4 w
yuow ayy Bunnp Idoeid | 3Y) Je Juak/sawny oM} pjaY si Jie4 joog y ‘Buipeas deay o} pabeinosus \
doj )1 asn suapeib yg S SUIPNYS 'syjuow
looyds Jaye 10 ‘peas 0} (suared Jawwns 3y) buung - (sjuased !
910139 }i 951 UL SJUIPNIG » pue) sjuepnis abeinodus—wueiboud pue sjuapnis 1oy} Buipeas |
921323 Butpess sieaug Joquip/rewwng §0 sauepodwl 3 sassalls
Joy3|Smau jooyds Y] 9
saljunpodda watkypuug « © saues Buipeas 9-y ja uondope 1usig ‘shep uoensjuwpe |
s|ijs Apnis 159) UO PIAIIS S| jsepieRlg G M
UC XIOM LRD SJUIpN}S » abenbuej ublaio) uo jno sspu asinod 58] a4 ssed way
Homauoy sly Sye} oym g aprib Ul sjuapnig e djay [iim jey) asnedaq syqey
UO HYOM UeT SJUIpR}S ujeay om Ajrep sy ut snouas Buisg
1S014 o) puemoy pateal Jo BuipeogAey uo Jno ssiu asinod Jo sduepodwy oy} sassens Jeak ‘sassep
Siine uiew pue Buipeat siy} e} oym / apeib u; sjuapnig o /sau ¢ sigpeib ;g Ypm sjeaw | uoneIpaw s paseq
UO YIOM UE) SJUIpMS e ‘juswade|d umiisiap —ledpuud Aq  syRy dog, v -a)is buuayo
qe 0] Pasn aJe JSo] JUIWIMAIIYY LIS “wn|nawun3 aJe sjoolds
J)) Y} asn ued sjuapnig e ay) uo sai03s ‘siopelb 7 pue y9 104 o Jioyy jo yed Bunwodag dppiw ng
319 'sayaunyd sredidiped o} ey sse|) buipeay [eipatuay 5| Bupear—juswypredag ‘looyas saununs
's3WWOY U S3fYALIR YIeIrno )TV 199U jsnui sjuapnig e sy afenbuey g | ul paseyo sassep
~—UOJEIJUNLIIO? U0W PIDN (looyos-oye) weiboid 7y . 00YdS ® ulym jooIds,, By} 1 “Kaeaq HIETTTRTTE] |
sdnoib iared srop ¢ pue joous Jeye sispeib g ik pasy dyj o} 0F oy pue spres Arexy a3 buidaay
JUILIINOAU] JWOH 'y {puiyaq paseq-1ojndwoy « | aavy 0} sjudpnys abesnosugy g | Sl PUSIp Y|
(swapms 00} U] 3103 },Uop 0S) 66-86 U1 Map = Aep rerog Aepuy o h
10J SpIeMaI YYM) 5)593U0D Yyew pue bugpeas ue djay qe bujpeay Yeut uo S04 :Aepuoy o |
yjew pue Buipeas sioy g PI3u oym spoLIs Jarnay jooyds 159H 0} pateab | *Aiepunjon
(sjuased Wy SjuIpnys 0} pasapo isYe pue auojoq yjew Aep Asaa2 qej ayy 5159} o[kl Aepsaupag, o e soijiunpioddo
1o} sasse|a feiyads jsoy 63) jooyas swwns jsnbny o sapeid uer ;qey 7)) 595N pa [e1ads yaam/shep 7 31 sesn {pea o} yuem Aau; Janayeum uozelpaLal
sjus.ed pue ‘sjuapnis ‘staydea) {uonepawas Jayea) apeib 7 eam/skep ¢ qej sy Buuq ues syuapn)s) Bujpea, 1|® Yoy 310N
YiLm spom o) Juswiubisse epnads Jypads-juapnis) uorteuriojus Arejngeioa s9sn Jaydes) Buipes. apeib g ‘Aep Juaig Aepsuny) 'Aepsan] o
uo3qojuosiad e amyy -7 SPIAU [eNpAIpUt 0} J3jR) * 'sis9} axpeid ‘sisajeid | ey 4o yred se qej ai 9sn siapeib g ‘poued
{p9 oy 0f SN0} UOIRIPHLAY o YiiM sjuspnys o} UaAlh W g8l AlOSIApe Ue MOU S} J—aunpruys
woy) qeq 337 sy puedeg  y 100yds Jauns paseq-Ig spyed puisig Teul %10M 3M 3nq 'pjo S 3, —qe] 1)) aseq awoy pabueyy -} | JQ0MIS TIQGIW
Sa3aN ONIHOLRL /00HIS ¥y SOUVHIHLVK ONIaVIY IVIINID Ni WYH908d
71064)S 4INKNS

9 00425 3PPl Te 1STW By 0} sasuodsay s 1UIsIE (004G AUQ Jo Areunuing
2910e]

LS8 01 sesuodsey jo ucneBisey| yideq-uj




ul

‘{Buyoesy 03 10)

PUISIP 81} 0} MaU SIaLIea)
Ag pasn aq 0} yoogajou
aunosau ajear) g

(yuawijjosus

#0j 0] 9np palao Jabuo)
Ou) SN0 Yyel [eipauIal
® palayjo sjooys ybiy

{s31)

s12)u9) Buliies vasy
Jjayy yBneay) saunpoddo
fep-papuape

apinaid |00Y35 2)ppiy

(ease wmmoLuny Yey
puisig 2y Aq papiacad
syaxyoed ay) Bujsn)
swajqo.d piom Buiajos
UO XIOM 04 PRYse Uy
aARY $154029) ‘sjooyds
9jppiw w1 aseqatioy
Buunp ‘skepuoly

"sanbiuysay
Bujwes| pajsisse
-19indwod asn Aew sasse))

"Ruisip oy Aq unu wesboud

|00YIS JHUWNS PIZI{ELUID
® 1930 sjooips ybiy

9IURILOI YjewW NE}s
3y} 0} s19YII Yrew
62 Juss ‘664 Buudg «
Juswdojaasp [eitojssajold
o} spuny , (yueab
apisino} [epadg,, ‘g

(330 ‘swajqoud puom
dejsuen sjuapnys buidjsy
10} saibayens 'siayes)
13410 Y}M 532uN0sa)
areys o} Moy 'sualed
UM JRDIUNLILIO) 0}

Mot Jhoge pevjz)) 1eah ay)
Buinp sewy g-p susydesy
[eoyIs Appiw i Jaw
Isifenads ease whnnowiny
Uikl PUISIQ 2

(seap)

(yrew yym spuapnys g
djay o} 9jqe (a9} spuaued

3eYy os) suoisses djay
wased pasayo aney g

uojpod yew
158U 343 Jo spuens
g 3y) sazfojujay
WIN|N3LLIND jew Mou y o
wreibo1g el M

uorpod yyew
1S9 943 Jo spuens
g 94} JO Yoea 10} AU o
sabeye ] Uofeipeliay

sjeob g ay) ‘(djoquiks
‘lensiA ‘uojjuyap
[equan) Asengedoa
'S}9aYSHIOM
's353} 92peud
ulejuod sebeyied
s1epeid y6-p7 10}
jeuondo ase sefieyiey
(opeib
pue ;9 Jo pua Je awoy
Juas) suapms apesb
wl PU? ;g O} U3ALY =

apelb ;g Uy 1au
aip Buissed Aynoypp
IARY || Juapn)s
® Jipipaud o) paspy e
G pue ¢ sapeig u;
P343)sUjWpe JUALSSISTY
anisuayaidwoy Ny

U0 YoM
1S0W Sy} peau sUIPNS
Spuels g ay} jo ypiym
8UNLLIAAP 0} pazAjeue
531025 159} !J00}
soubeip e se pasp o
spesd
wB JO [[¥} 343 Ul sjuspms
0} (sessep [o0yds uy)
palajsiujupe e §1se)0l g

|@A3}-j00Y)5
ay} Je Jjeys 0} Yoddns
pue UoyeLLIOjUL SIY}
papiacid piysip ‘ajqnou
Bujaeu syuapnis assym
asoubeip ‘|auuosiad

"Aieyunjoa are

seipunyoddo

‘shep | !sweiboid paseq-ays Jayo Juawssasse srueunopad -2 sapery puIsip Aq pazhpue uofjelpatual
Bunjey-ysa; uo syuapnys S|0QYds 3(ppIY “1SAW ‘sjse)o.d ‘sjeaysyIom (90uasejuod 1G] 53be ssaulpesy SR1035/SWI 159} |00} IIe iy} a3eN
lie o) isepjeaiq ayg -2 ay) Buissed .10} saibajens [eyusws|ddns 'aded | seydes)-juased e e yuased ysoubeip e se pasp o
Uo snaoj Jeyy pasayjo ae 1599 uo uoyjeuntojut | e o} papinaud aq Aew +6°9) :skem jo Kyauena speb g up 15al
‘(apeb | sassepy TJOOHIS HIWWNS paseq-ypleasal ‘aprib | jeuondo aue siopeib yG-p7 ® Ui jey} op o3 poddns ay) Buissed Aynauglp
wl, Pue (9 JO Pus Y} 422 10} SAWONNO JoWRR| | Joj s)aded ssauipeay ‘2 sapiaoid ease wnjndwnd dARY |IM JUapN)S
1e) sjuapmys pue sjusred ‘1sau 9Y] urejuod asayy) ease Yiew PUSIP Ay oAl ® i Pipaud o paspy o HIVH
0} *{Iel BIA 'Suioy Juss aq 3y} passed jou saey oym wninoLLIng YRl 1IL81] sjuapnys apesd apuib es Je sawodno [-€ seprIy 1wIsia
ued sj94d84 SSIUIpeIy ey} si01u9s Joj Bupoyny suo 3y} Woy Jqe|eAR U | 47 PUD 9 Yl HUOY JuIs Jawres) ay ssauppe u) pasRjsiuiupe 49|
os sbejsod 10j Aeuoy ' -uo-alio spoddns Pysig S}00G3J0U BN0SAY "} syooed ssauipeay 0) 5| )epuRw PUISIY | [9AST] JUSWIIARILYIY PLSI]
SO3IN | S3ULINNLEOJHO BNIYOLAL ININ4OTIA3A 44VIS SINFUVd S1001 SINTWSSASSV/SISAL
{SONIH440 3SHA0D M3IN 0L NOLLVIINRHKO2

PUISI] FUQ LI sHFRUaYTRY 104 [9A] PUISI] 343 T8 1STW Y3 01 sasuodsay Jo Arewuing

1SHW 0} 8esuodsey jo uopsfiesau) ydeg-y)

€ Jjqey




-

~r

-Koeiayy pue Bulpeal
uo Buisnaoy anunuo)

. sastpesd

1594, Jnoqe papaau

st sBpapmolny atow ‘eyy
Y uonpunfuod yj

‘a3ipeid Jay ‘uo
39§24 puw ‘jnoqe yey ued
513123} jey} 05 papasu
st auny Juawdofeasp

Hels aloyy

‘S{eLdjeW pue
wallidotarsp Je)s jo SULId)
ul 4i0q 'sjooids s)ppiu dy)
o $Nd0j PLSIP 810}

"SI9YdEa} Huipeas
10} 5314 joeq pling

{looyds 1awwsns
SE dN5) uoEIpawl
1o} s3tjunyioddo
oy uoljeuLIoju)
pue sjualed o}
$)Insas aed|uNIIIoy
(4vo4 os pue
‘Buissed jo sauzpodwy
Y} 'passjsiuppe
5131 Udym)
359] 91j Jnoqe sjuaed
©} uopedunwiuIo}
:(Buipeas 350 you) [essush
uj ‘soAneIL| PUISIQ

9s1n0d buipeal [eipawa; e
palayjo aney sjooyds ybiy

"(sv)

s4ajue) Buiwes eary
J19yy ybnasyy sapiunpoddo
fep-papuaipe

apinoid sjooyds A|ppiyy

"Puisip ayy Aq un webord
JooLs Sswwns. pazieljua)d
€ Joyjo sjooyds yfily
‘suwresBosd paseq-ats iy
5{ooyds 3IppI “1SAW

9yj Buissed Joj saibajeiis
U SN0} Jey) PRIIYC ase
53558(3 “TO0HIS HIWKNS

1S9K
3y} passed jou aaey oym

sInjuas Joj Buniogny suo
-uo-auo suoddns puisig

0002 5TV0Y
Aq papuny uoiysod Jepes;
Reseyif opm-pulsigy ¢

‘suopdo juswdo|arap
e1s feuorippe apiaoid
[m soRIg-pnoduRY

‘seapl Buipjing poddns

0} SHIoM jjels PLASIP Ay}
pue ‘jaas|-Buipfing ay; je
pauueld st bupiresu| 2

‘pauuejd Ajuauns

2UB SIINIRSU] PI-PUISID
paJinbal ou Ihq ‘Ajsnowaid
papnpuod sem Buprauasuy
HES paj-puisiq L

66,
|[e4 Ul 9sn Jo} Appay s
fuuds pue
‘ISUIM ‘[e} S121DRDY
Aq pasajsiupupe 3q
0} JUBLLISSISSE JUapnig
JUBUISSIESY |
RSET3TT AHET 3 |

(6661
i{e4 u) Bunsnbag
pasn aq |jim) sauag
Buipeay g-y Moy »
530s¢ Buipesy

apaib 8 ul 1SN
oy Buissed K3nouyp
aney j|im Juapnis
e J1 Pipewid o} pasp o
§ pue ¢ sapery ul
paiaisiuiLpe ‘JusWssassy
dnisuayaiduioy Niy

apesd g ul jsgi
ayy burssed Agjnoyyip
BARY {liM Juapnis
¥ jt32tpaad o) paspy «
L€ sapeiy
uj pauRswpe ‘158
|aAa7 JUSWRABILPIY LIS

‘uoyyisod
uoyenjeay
pue Yivesay
3y} jean

0} J|qejieAe
apew oM
Spunj pusip
e} sioN

‘Kregunjon aue

sanunyoddo
uoReIpaW]
{fe feyy 1o

INGVIY
Lisia

SO3IN

SINIY¥Yd
01 NOUYDINIHWOD

SILLINRLEOA4O ON'H0LNL
/S9NI43440 3SUN0I MIN

INIRdO13A30 43VIS

§1001L

SINIHWSSISSY/S1S3L

Puisiq dup uf Buipeay 1o} [aAe PISIQ duY 1o 1 5aW Yy 0} Sasuodsay J0 Arewing

1584 0 sesuodsay jo uoyjeBlseA) yda(-u)

b aiqe]




AIEVIVAY ADDD 1534

jewdojansp/ubisap wreibalg
£,URWISSISER SNOURA

10} sasodind Bugpueisiapun
{sdrob snoj ‘sheamns 31) sjoo}

JuSWaINses Jo juawdolarag

JUSWISSISER SPIIN

159} judy ay3 210439 ISHM

oy passed jou IAey oUm
510lues 164 Bunoyn} auo-uo
-auo sapirold-ouUlsl]

"PRYYYIM 18
selwojdip WoyM 104 SJUIPNS
{voeanp3 diceg WNPY) JaV

yyn Bupong abuenly e

‘Juswased 10}
pasn—ejep juawaaallyye bupje| pue PLISIp k3 oF wau
sjuapmys Joj auf|-uo Bupsey ywmd Z-€ SPRY e

Rypesyued papodal jou aue 531038 INQ [Sd U
axe} sjuapnis (| apeib suwiog “JUaWIAIIIE Yjeu! pue
Buipeas 'ysiBug 4o senseaw sapnpul jey} JuSUISSASST

ue pasajsiuiupe sjuapms ||y 0} Jpan e

‘sassolnjeam/syibuans sjuapnis
BussouBeip o} (NJASN §s3) 3y3 o ,SpuLlls,, [enpAlpUl
uo $a10s pue ‘Arobates alods ‘631075 apiaoud—yjewt
pue Buipea ui 5159} 2105 [SGH EIPE) e

‘suoispIp Juasaced Yim

djsy 0} pesn sawuljaiLlos §15qNS Buluoseay
peasqy, pue , Bujuosesy jeouawny,, Yiey

*SUOISIP

Juswaded yy# djay 0} pash sawpLos
jsa)qns Buwoseay [eqiap,, Buipesy

s8] apmydy [enusagl] L 9peH e

*(yyew pue buipeds ul Duse) wpIMajENs) JUBWSSISEY

onrsuayaIduio) BlosaULly G PUE € SSpR o

‘puens Yoed Joj papircad are 521035 dnoib
puR [ERPIAIPY] "WNjNILLIRD tjjew/Buipeds 31 0} paubyje

‘sauas buipeas pardope
Ajmau jo uoyenfeas pnpuod pue doprag e

‘eep
10 uoeiIdiajul pue sisAleue it sjussed
pue yjeis ‘uoiesisiunupe buipjing isissy e

JUIUIBAIIYOR
Jlapede o} paje|ss Busuueyd juswAoldui
jooyds yym sweay Buipjing jsissy e

‘Buipjing 3y} 1 d|qepiene Ajajelpauww
s1 Kioys1y Jsa} jenpiapul TRy} 05 |SYS 40 dnpott

53ij0ig JUSpMS ou jepdn Ajsnonuyuo) e

‘siaquiai Ayjigeunodzy
wayshg 0y S}{NSal JUAWAAIYYTR HOdaY e

uonjeredaid 159 *

asodind 153 *
04 pue 'g'g 'c sopeib Je 5159} 0} pRe|2l
s10138) Juayes sjuaied o} apEdjUALILIO) @

‘Buissed jou jo s90usNbasuod
pue suondo UoIIRIpaW3) §O WAY} UI[e pue 353}
au (e} oy suIpMIS Jo sjudsed uoN e

|
m
i
i
i
|

sassar01d/sweiboid UISGR M CYM SpUEI}S, SuIRU) 169} Yreg “Ajsnonuiuod pamnseail
jouopeneny  » | 0 passed 324 jou arey oym aq ey ssa1ficad s jenpiaiput ue os Ajeds 3JnjosqE ‘Bunsey Arenuqe/Arenuey INIHSSISSY
:BuipieBa. syuapnys ||e Joj Aunuoddo Ue UG paINSeaul aje §nsay “yjedl pue Suipea oy Aq pessed 10U aney OUM SIOMIS IO} | Ny NOLLYITVAI
sBujpjing o} 9310198 9piNald | Bunse) pmeteis  ® 104 (-5 sopelb up anIB 5oy SjoAIT JUIWANIDY @ poday ajoud Juapnis [enpialput ssedaly e f "HIHVISTY
ININJ0TAA20 44V1S | SILLNNLHOJAO INWOLML SLYNIHLVK/ONIGVIY waNoN |
- /100H)S HIKHIIS e |

PusI] auQ Ui Juawyredaq WAWSSISSY PUR LONRN[RAT ‘YIR3SAY 34110} |3

164V 01 sesuodsey JO uofieBigeAu] Nidag-y)

G 9jqe]

A9 UISIQ 343 8 1SGW 93 0) sosuodsay jo Arewing

e ——————————




